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Abstract 
Reports of increasing numbers of obese Australian children and adolescents have raised 
the alarm to be proactive in reducing this so called epidemic. It has evoked a call for 
greater emphasis on teaching physical education in schools, as a measure for attaining 
fitness not only with obese students but for all students. This paper emphasises how 
preservice teachers need to be a key target for implementing physical education (PE) 
reform in schools, as many primary teachers will be generalists and may not be 
confident enough to implement PE effectively. Through a review of existing literature, 
teaching practices essential for the effective promotion and implementation of PE were 
identified under six broad categories: personal-professional skills development, 
addressing system requirements, pedagogical practices, managing student behaviour, 
providing feedback to students, and reflecting on practice. Subsequently, the 
development of these practices in preservice teachers is considered in the context of a 
university-school collaboration where preservice teachers taught physical education to 
primary school students for one day per week over a four week period. These authentic 
teaching experiences provided the preservice teachers with vital opportunities to put 
theory into practice and interact with “real-world” students. Self-evaluative data from 
38 of these preservice teachers, in the form of a five-part Likert scale survey and 
extended response survey, demonstrated that they were able to develop the majority of 
the essential teaching practices identified by literature. In particular, the preservice 
teachers developed self efficacy, enthusiasm, and motivation for teaching PE, facets 
which are often found to be lacking in generalist primary teachers and yet are essential 
if children’s perceptions and habits regarding physical activity are to be changed. 
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Introduction 
Obesity has been declared one of the world’s biggest problems by the World Health 
Organisation (WHO), with approximately 42 million children under the age of five 
estimated to be overweight world-wide (WHO, 2010). In the US, statistics show that 
about 17% of children and adolescents (2-19 years of age) were obese between 2007-
2008 (Centers for Disease Control and Prevention, 2011). Obesity levels in England 
rose 5% from 1995-2008 and this rate was higher for boys between 11-15 years of age, 
which is about 20% of the total cohort (The NHS Information Centre, 2010). However, 
obesity rates in Australia have some of the most significant increases, with an estimated 
1.5 million young people under the age of 18 counted as overweight or obese (National 
Obesity Taskforce & Australian Department of Health and Aging, 2008). This is 
approximately one quarter of Australian children and adolescents, and these levels 
appear similar for both boys and girls. Additionally, lower socioeconomic status 
students and those from European and Middle-Eastern backgrounds appear to have 
higher levels of obesity compared with other sections of the Australian population 
(Australian Institute of Health and Welfare, 2004). 
Causes of obesity tend to point towards lifestyles, diet and exercise rather than 
genetic predispositions. More specifically, the factors attributed to rising obesity include 
increasingly sedentary lifestyles, increased energy intake, and changes in family 
structure and dynamics that may adversely affect activity levels and diet (Australian 
Institute of Health and Welfare, 2004). The health implication of obesity in children 
may present as raised blood pressure and/or blood cholesterol, both of which are risk 
factors for heart disease, or raised blood sugar levels associated with Type 2 diabetes. 
However, of greatest concern is the link between childhood obesity and adulthood 
health. Overweight children have a 50% chance of being overweight adults and obese 
adults who were overweight as adolescents have higher levels of weight-related ill-
health and a higher risk of early death than those who only became obese in adulthood 
(National Obesity Taskforce & Australian Department of Health and Aging, 2008). 
Furthermore, there can also be drastic psychological effects with extended social 
consequences for those suffering from obesity (Australian Institute of Health and 
Welfare, 2004; Martínez-López, Zagalaz Sánchez, Ramos-Álvarez, & Torre-Cruz, 
2010). Since people who are overweight, including obesity, are responsibility for 5% of 
global deaths, and physical inactivity is listed as the fourth leading risk factor for human 
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deaths (WHO, 2010), taskforces have stepped up to provide preventative measures that 
target youth, schools, and communities. 
Increasing physical activity is deemed to be a key for reducing and preventing 
childhood obesity and overweight conditions. Given the inverse relationship between 
weight and physical activity (Belcher, Berrigan, Dodd, Emken, Chou, & Spruijt-Metz, 
2010), recommendations of a minimum 60 minutes moderate to vigorous daily exercise 
have been made internationally (e.g., see Fairclough & Stratton, 2006). Within 
Australia, a National Obesity Taskforce was established in 2003 to address the broader 
social and environmental issues that contribute to obesity, such as poor lifestyle, 
inadequate diets, and limited physical activity (Australian Institute of Health and 
Welfare, 2004). Their recommendations aligned with recommendations in other 
countries, namely: at least 60 minutes exercise per day that works cardiovascular 
systems sufficiently; education about healthy lifestyles and diets; and effective use of 
recreational time and so forth (National Obesity Taskforce & Australian Department of 
Health and Aging, 2008; WHO, 2010).  
Schools are in prime positions to alter the declining physical activity trends 
amongst children. Schools are crucial environments for promoting physical activity, 
since 95% of young people attend school (Webster, Monsma & Erwin, 2010) and they 
spend around 40-45% of their waking hours in school (Fairclough & Stratton, 2006). In 
particular, “primary schools physical education (PE) can make a unique contribution to 
the educational experience of students and may support physical, cognitive, emotional 
and social development” (Morgan & Bourke, 2008, p. 2). Primary schools can help 
children develop physical activity habits early in life (Chow, McKenzie, & Louie, 
2008). Additionally, these schools can offer some flexibility in their programs and can 
place considerable emphasis on PE (Fairclough & Stratton, 2006). A school-wide 
approach to PE can present many opportunities for student engagement in these 
activities, such as recess and before and after-school programs (Webster, Monsma, & 
Erwin, 2010). 
Internationally, PE is delivered in primary schools mainly by generalist primary 
teachers and in some cases physical education specialists (e.g., see Tsangaridou, 2008; 
Petrie, 2010). Although specialist primary PE teachers can develop PE programs at 
higher and more sustained levels (see Chow et al., 2008; Tsangaridou, 2008), primary 
schools generally lack funding for specialist PE teachers (Petrie, 2010). Consequently, 
the tasking of physical education promotion needs to be focused on those in their roles 
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as generalist primary teachers and those just commencing their roles. However, one 
study (Morgan & Bourke, 2008) found primary teachers to have low confidence, 
interest and knowledge for teaching PE, which gave rise to ineffective teaching. 
Similarly, preservice teachers can experience anxieties about teaching PE, mainly as a 
result of inadequate training (Herold & Waring, 2009). Through their entry at the 
foundation level of teaching, preservice teachers have the potential to change PE 
provided they are given adequate training that enables them to develop into confident 
and motivated teachers of PE (Petrie, 2010).  
This study focuses on the development of generalist preservice teachers in their 
formative stages for becoming teachers of primary PE. Through a review of existing 
literature, the paper presents pedagogical practices that preservice teachers can use to 
implement PE. Subsequently, the pedagogical skill attainment of a cohort of first-year 
preservice teachers involved in learning to teach PE in a university-school collaboration 
is evaluated and discussed. 
 
Pedagogical practices for effective PE teaching: A theoretical framework for the study 
It is reported in various reviews (Bradley, Noonan, Nugent, & Scales, 2008; 
Nelson, 2002) that preservice teachers learn more effectively when provided with 
authentic opportunities to teach. Universities can simulate teaching experiences by 
facilitating preservice teachers’ pedagogical practices through peer-teaching episodes 
(e.g., Hudson & Ginns, 2007). However, authentic teaching experiences must have 
primary students in order to experience learning development at genuine levels. 
Furthermore, authentic teaching experiences specific to PE are important because 
teachers who experience effective PE teaching can develop greater self efficacy in 
motivating students into PE (Martin, Mccaughtry, Hodges-Kulinna, & Cothran, 2008), 
whilst inadequate training can be a barrier to effective PE teaching (Morgan & Bourke, 
2008). Thus, preservice teachers must have the opportunity to teach PE in authentic 
settings if they are to become confident and effective practitioners. Having established 
that authentic learning experiences are vital, it is now necessary to consider which 
teaching skills preservice teachers need to develop for PE. The literature investigated 
focuses on six key areas for developing PE teaching practices, namely: personal-
professional skill development, addressing the system requirements, pedagogical 
practices, managing student behaviour, providing feedback to students, and reflection 
on practice. Each of these areas will be discussed in turn. 
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Every preservice teacher needs to develop a range of personal-professional skills 
that assist in the teaching process. PE is generally conducted outdoors, which requires 
effective communication, usually succinct but explained sufficiently so every student 
understands the learning arrangements. To be effective in teaching outdoors also 
requires the preservice teacher to have a positive relationship with the students (Herold 
& Waring, 2009). Developing a teacher-student rapport necessitates establishing a 
relationship built on trust, respect, and an overt willingness to be actively involved in 
learning. Generalist primary teachers teach across many subject areas, which infers that 
many would not be experts in all subject areas. Indeed, there are primary teachers who 
may not have positive attitudes for teaching physical education (Petrie, 2010). 
Preservice teachers are in their formative stages of learning how to teach and they too 
may not have positive attitudes in all subject areas. Hence, tertiary education need to 
instil not only the knowledge and skills but also the confidence and positive attitudes for 
teaching PE in schools. PE is conducted in more open spaces than classrooms; 
consequently the teacher (or preservice teacher) must exhibit a confidence in delivery 
and the facilitation of any physical activity within these environments. Developing 
communication skills, having an understanding of relationship building, and being 
confident and positive about teaching physical education may be noted as essential 
professional skills.  
Everywhere throughout the world are well established education systems that 
have set curriculum requirements to ensure consistency in the system. First and 
foremost in PE, preservice teachers must be astutely aware of providing a safe and 
supportive learning environment (Martínez-López, Zagalaz Sánchez, Ramos-Álvarez, & 
Torre-Cruz, 2010). Creating safe environments means ensuring students will not be hurt 
during an activity, which also means understanding the level of activity and its impact 
on students. Student needs and abilities will be different, with many needing extra 
support to engage them and develop their skills. Therefore, teachers need knowledge of 
the aims of teaching PE activities and knowledge of the curriculum appropriate to age 
groups and skill levels. The curriculum guides the types of activities that can be 
generally conducted at a particular level.  
Preservice teachers are themselves at various learning stages for teaching. 
Developing pedagogical practices and a pedagogical repertoire can assist in devising 
suitable PE lessons appropriate to the student age and ability. First steps include 
designing a lesson plan that is structured to cater for the system requirements and 
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students’ needs. The structure of a PE lesson can vary but should include at least a 
warm up activity, a key activity, and cool down activity. Hence, content knowledge is 
required for each activity that can help to develop confidence in the preservice teacher 
(Herold & Waring, 2009). The structure of the lesson would also include micro-skills 
teaching, using explicit knowledge to refine the physical abilities of the students 
(Herold & Waring, 2009). Many PE activities require equipment and, thus, learning 
how to prepare equipment efficiently can assist the teacher (or preservice teacher) to 
secure maximum benefit for the students from the lesson. Students can enjoy hands-on 
activities but these need to be through appropriate educational challenges that build 
confidence in the student to participate effectively. Knowing students’ levels of ability 
necessitates assessment and, although strategies for assessment can be varied, PE 
teachers usually rely on observation of student performances to identify strengths and 
needs (Goc Karp & Woods, 2008; Hay & Penney, 2009). It should be noted that 
implementing a planned activity may not meet with the teacher’s expectations as there 
could be unexpected problems. Questioning students on their understandings for an 
activity may assist in sorting out potential problems. However, teachers need to develop 
a range of strategies for solving teaching problems, particularly when some students 
may not participate in the designed activity. There needs to be support and strategies for 
students who do not participate in fitness, which can include a variation of the main 
activity to target their needs and level of skill development. Finally, primary PE lessons 
need to be timetabled to ensure there is sufficient time and that they occur at the right 
time of the day (i.e., in areas with extreme heat early morning may be better; Chow, 
McKenzie, & Louie, 2008). 
PE has more open parameters than classroom settings for other subjects. Instead 
of being in confined spaces, students have more freedom to occupy spaces. 
Consequently, managing student behaviour can present as problems for teachers with 
little or no PE teaching experience. Indeed, research shows early-career teacher “burn 
out” can be largely attributed to unfavourable student behaviour (Chang, 2009). Apart 
from devising well-designed lessons to engage students, a positive emotional climate for 
learning must be established. Many educators (e.g., Unal & Unal, 2009) and 
psychologists (Burton, Weston, & Kowalski, 2009) propose ways for establishing 
effective class management, including setting reasonable expectations with consistency 
in implementation. Students have different motivation levels for involvement in PE. 
While no motivational strategies from teachers are required for some students to be 
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involved in physical activity, motivational strategies are required for those students who 
are not intrinsically motivated for fitness, and this can include students who are 
overweight. Motivating the obese student will present difficulties for teachers and so 
lesson structures need to be flexible to cater for such students.  
Providing feedback to students can assist in their PE development, particularly 
when feedback is immediate (Herold & Waring, 2009). In order to provide feedback, 
the preservice teacher must develop skills for monitor students’ activities. Providing 
oral feedback to students (e.g., positive and constructive) is desirable during their 
involvement in activities. This feedback generally includes refining the skill 
development. Providing written information about the student’s development will be 
necessary to meet the aims and long terms goals of an education system and can assist 
in the reporting back to parents. Thus, preservice teachers will need to develop methods 
for observing and documenting students’ PE progress which can be used in the absence 
of more permanent and readily accessible evidence sources such as students’ written 
work. 
Evaluate pedagogical practices is considered the cornerstone of advancing 
teaching and learning. Dewey (1933) and, fifty years later, Schön (1983) highlight 
reflective practices as pivotal to professional growth and as an avenue for implementing 
new, improved practices. Ward and McCotter (2004) explain that “Seeking other 
viewpoints, or multiple perspectives, to gain insight on problems is another common 
element of reflective practice” (p. 245). The methods used to reflect on practice can be 
varied, for example, Davis states: 
Reflection can be promoted in many ways, including action research, teacher 
inquiry, dialogue, and reflective writing (Ross, 1990) as well as using on-line 
discussion spaces (Harrington & Hathaway, 1994), cases (Barnett, 1998; 
Lundeberg, Levin, & Harrington, 1999; Shulman, 1992), or other methods. 
(2006, p. 284) 
 
Evaluating teaching and developing reflective practices are considered as skills 
that requires knowledge about evaluation and reflection methods through real-world 
experiences (van Halen-Faber, 1997). “Underlying the use of these reflectivity-inducing 
approaches is the recognition that extensive experience with real-life students in the 
natural classroom is the critical element in facilitating preservice teachers’ reflectivity 
on teaching” (Amobi & Irwin, 2009, p. 27). Thus, in order to develop truly reflective 
practice, preservice must participate in authentic PE teaching experiences. 
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In summary, it is clear from the literature that primary teachers have a vital role 
to play in promoting physical education in schools and changing the physical activity 
perceptions and habits of children. It is also clear that effective tertiary education is 
necessary if generalist primary teachers are to have the self efficacy to teach PE and 
motive students. Providing preservice teachers with comprehensive training and 
authentic teaching experiences is vital if they are to develop the skills described in the 
theoretical framework section to become confident PE teachers. In order to consider 
how these skills are best developed we followed a cohort of first-year preservice 
teachers involved in learning to teach PE in a university-school collaboration. 
Preservice teachers’ perceptions of their development at the end of the PE program were 
analysed to evaluate the effectiveness of the authentic learning experience. In the 
following sections we detail the university-school collaboration and data collection, 
before presenting the results and discussing the implications for training generalist 
primary preservice teachers in PE. 
 
Context 
As a result of the university-school collaborations that developed between a 
satellite campus of a large university in Queensland and its surrounding schools, the 
Faculty of Education was awarded an Australian federal government grant to initiate the 
project, Teacher Education Done Differently (TEDD). One of the aims of the TEDD 
project was to create real-world learning opportunities for preservice teachers by 
integrating school-based experiences into the existing Bachelor of Education (primary) 
degree offered at the campus. The notion of “benefits for all” underpinned the TEDD 
project activities, meaning that any school-based experience needed to demonstrate 
benefits for school students as well as the participating preservice teachers. Borthwick, 
Stirling, Nauman and Cook (2003) point out that school-university collaborations tend 
to be more sustained when there are mutual benefits, clear goals and a vision that 
promotes reform.  
This study focuses upon the school-based experiences integrated into the first-
year, second semester unit “Teaching Primary Health and Physical Education (HPE)”. 
The unit focused upon preservice teachers developing knowledge in: the Queensland 
HPE curriculum; cross curricula perspectives; creating suitable lessons to cater to the 
diverse needs of students; the development of competencies to deliver HPE lessons and; 
critical and reflective practice to support preservice teachers’ on-going improvement. 
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The school-based experiences entitled “Move it, use it” involved preservice teachers 
modifying a previously planned (as part of the curriculum unit assessment process) 
practical PE lesson for delivery to students in a grade from preparatory through to Year 
7 at a designated primary school. Each lesson was conducted over a 40-minute period, 
with preservice teachers delivering the lessons in pairs. Whilst one preservice led the 
activity, the other was designated as a “buddy” who assisted in the collection of students 
and organisation of equipment, and who acted as a “critical friend” in terms of the 
reflective process. After the lesson delivery, the roles of the preservice teachers changed 
so that each had an opportunity to lead the activity while the other acted as a “buddy”. 
Each preservice teacher repeated their lesson to two small groups of students (ten 
students in each group). This provided an opportunity for preservice teachers to refine 
and alter their practice in the repeat lesson. Hence, in the facilitation of the experience, 
preservice teachers used an approach of planning, implementing, revising and 
reflecting. The practical activities designed by the preservice teachers were varied, 
ranging from movement activities, court games, invasion games, and more formal 
modified sport experiences. The school-based experiences were implemented over three 
weeks and after each lesson preservice teachers participated in a de-brief session with 
their peers and tutor to discuss the suitability of the lesson, the success of the delivery 
and how the teaching episode may be altered in the future. The research question was: 
What are preservice teachers’ perceptions of their developing for learning how to teach 
physical education? 
 
Data collection and analysis 
In order to ascertain the effectiveness of the “Move it, use it” experience to 
facilitate the development of essential teaching practices, self-evaluated data were 
collected from 38 of the participating preservice teachers upon completion of the 
program. Males and females comprised 18% and 82%, respectively, of the participants. 
The ages of the participants varied (i.e., 74% were <22yrs, 5% were 22-29yrs, 18% 
were 30-49yrs, and 3% were unspecified). 
Quantitative and qualitative data were collected from the participants in the form 
of an evaluation survey and extended response questionnaire. The evaluation survey 
was based on a five-part Likert scale, with 27 statements linked to the aforementioned 
theoretical framework to determine whether the participants perceived the school-based 
experience developed their teaching knowledge and skills. For example, the first 
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statement read: “During my school-based experience in this unit, I felt I developed my 
understanding of creating a safe and supportive learning environment”. Each statement 
detailed knowledge or skills that preservice teachers were required to develop to 
become proficient teachers, in line with the six broad categories and supporting research 
presented in the literature review. The statements were randomly ordered to ensure that 
each was considered independently (Hittleman & Simon, 2006). The extended response 
questionnaire comprised nine questions, offering the preservice teachers opportunities to 
reflect on their highest achievements, the skills they developed, areas for self 
improvement and the involvement of the primary students in the “Move it, use it” 
experience. The questions also gave participants the chance to comment on how the 
program could be improved. The surveys and questionnaires were completed 
anonymously in order to provide participants with greater confidence to disclose their 
thoughts. 
In order to analyse the responses of the evaluation survey, descriptive statistics 
were generated using SPSS. The possible responses on the five-part Likert scale were 
given numeric values to enable this (i.e., Strongly Disagree=1, Disagree=2, 
Uncertain=3, Agree=4, Strongly Agree=5). The percentage of Agree and Strongly 
Agree responses, together with the mean (M) and standard deviation (SD), were 
calculated for each statement. Whilst the Likert scale used in this study is solely ordinal, 
the mean and standard deviation provide useful insight into the distribution of 
participants’ responses (Klein, 2005). Tables 1-6 show the statements grouped 
according to the six broad categories and then ranked by the percentage of Agree and 
Strongly Agree responses to aid comparison. 
The responses from the questionnaire and researcher observations of teaching 
practices and students’ learning in the “Teaching Primary Health and Physical 
Education (HPE)” unit were used to gain a deeper understanding of the results from the 
evaluation survey. These responses were collated into common themes and specific 
examples were used to provide further insight into the preservice teachers’ 
development. 
Results and discussion 
Many of the extended responses from the preservice teachers indicated that they 
believed the “Move it, use it” program was of value to them. Such comments included 
“it was a good experience that boosted my confidence and I had a lot of fun” and being 
able “to put theory into practice”. For one respondent the nexus between the school-
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based experiences and their choice of university course was highlighted by the comment 
“fantastic program, thanks for teaching opportunities, reaffirmed my [career] choices”. 
However, this real-world experience provided an opportunity for those to consider 
whether teaching was a career choice for them. For instance, there was one participant 
only who decided to leave the course, as this preservice teacher did not want to “teach 
brats HPE” and this “made me decide to not be a teacher”. This was their first 
experience as preservice teachers in schools, consequently, career choices appeared 
more apt after real-life exploration of teaching in a primary school.  
 Despite the abundance of positive comments about the program and the 
enjoyment in participation experienced by the preservice teachers, it is important to 
evaluate the program against its main aims. Specifically, an evaluation to determine 
which of the essential teaching skills, described in the literature review, the “Move it, 
use it” program enabled the preservice teachers to develop and where it fell short. As 
such, the survey results and supporting evidence from the extended response 
questionnaires will now be considered for each of the six broad teaching skill categories 
in turn. 
1. Personal-professional skill development 
As shown in Table 1, 97% of the preservice teachers agreed that the “Move it, use it” 
experience enabled them to develop skills for communicating with students. 
Furthermore, communication skills were singled out by eight preservice teachers as one 
of the specific skills they developed in this program. While only three preservice 
teachers explicitly stated that they developed confidence as a result of the experience, 
the indication of confidence manifested in varied responses. For example, there were 
preservice teachers who said that their highest achievements were “teaching a class”, 
“actually completing a lesson”, “successfully teaching a PE lesson” and “successfully 
completing the lesson”, which suggested the development of confidence and self 
efficacy for teaching PE. This is further embodied by the preservice teacher who stated 
their highest achievement as “Being able to teach a lesson that had bumps and I still 
finished the lesson and the children had fun”. 
Table 1: Personal-professional skill development  
Item number and descriptor %*  M SD 
14. Communication with students 97 4.39 0.55 
22. Confidence as a teacher 95 4.42 0.60 
8. Positive attitudes for teaching 92 4.39 0.64 
6. Rapport with students  87 4.24 0.68 
* Percentage as the sum of agreed and strongly agreed responses. 
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Interestingly, one preservice explicitly stated that they developed enthusiasm, while 
92% agreed they developed positive attitudes for teaching PE. Positive attitudes and 
enthusiasm in primary students can more readily occur when their teachers are 
enthusiastic. At this formative stage of development, 87% of preservice teachers agreed 
that they developed skills for building rapport with students. Several preservice teachers 
wrote about “connecting with the students” and “achieving the kids’ respect” as their 
highest achievements during the program, and another preservice teacher reported that 
“how to build a rapport with students” was a developed skill. Additionally, the 
preservice teachers’ comments relating to the primary students’ positive responses to 
the PE lessons showed that the preservice teachers were in fact successful in building 
rapport with students. For instance, preservice teachers reported “smiles, involvement, 
laughing, enthusiasm to do more” and “they said thanks and said they enjoyed it and no 
one got upset”. Overall, these participants perceived successful attainment of personal-
professional skill development (87-97%, Table 1). 
2. System requirements  
Whilst few of the preservice teachers’ statements of highest achievements or specific 
skills developed related to the system requirement practices shown in Table 2, it was 
noticeable that one preservice teacher mentioned that by attending to one of these 
practices improved teaching experience. That is, in order to satisfy the necessity of a 
safe learning environment, the preservice teacher stated that they should “adjust the 
lesson to suit the right age group” to improve the teaching. Nearly all preservice 
teachers (95%, Table 2) indicated they developed knowledge of the aims for teaching 
PE. 
Table 2: System requirements 
Item number and descriptor %  M SD 
1. Safe and supportive learning environment 97 4.42 0.55 
21. Aims for teaching 95 4.39 0.60 
9. Knowledge of syllabus 74 4.00 0.74 
The preservice teachers’ responses demonstrated that they understood the aims 
of teaching PE (e.g., “active participation in HPE”, “fun exercise”, “developed sporting 
skills”, “improve their team work skills”). Extended responses about their responsibility 
in the “Move it, use it” experience suggested they were focused on the PE syllabus and 
aims for teaching PE, for instance, teaching: “students how to play touch”, and “a lesson 
on netball passes in HPE”, “kids fun HPE games”. They realised the importance of 
ensuring within the safe and supportive learning environment that PE would motivate 
students to provide “a fun HPE experience” and “an engaging HPE experience”; yet 
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understood their responsibility within the system requirements was “to emphasise the 
importance of HPE”.  
 The system requirements category recorded the largest range in preservice 
teacher agreement (74%-97%), with 26% of respondents unable to agree that their 
knowledge of syllabus requirements was assisted by this teaching experience. Whilst the 
planned learning experience was framed around the Queensland Studies Authority’s 
(QSA) Health and Physical Education Essential Learnings, a significant number of 
preservice teachers claimed that teaching the primary children failed to assist them in 
developing an understanding of the syllabus document itself. One reason for such a 
response could be that the term “syllabus” was not used during the unit “Teaching 
Primary Health and Physical Education (HPE)”, with the current “HPE Essential 
Learnings” replacing the defunct Years 1-10 HPE syllabus document. As such, when 
asked how the “Move it, use it” experience contributed to their knowledge of syllabus 
documents, some preservice teachers may have been unable to synthesise the question.  
3. Pedagogical practices  
For many of the preservice teachers, creating a lesson plan and then having the 
opportunity to teach it was a highlight. For example, amongst the preservice teachers’ 
highest achievements were “creating a lesson plan and then implementing into a real 
class” and “learning how to plan lessons accurately and appropriately”. Table 3 shows 
that 95% of the preservice teachers agreed that they felt the “Move it, use it” experience 
enabled them to develop implementation skills, with two preservice teachers stating 
they developed skills in “time management” and could better “adhere to time 
restrictions”. In line with the high percentage of the preservice teachers agreeing that 
they felt they developed planning skills, five preservice teachers explicitly stated they 
had developed this skill in their extended responses.  
Table 3 Pedagogical practices  
Item number and descriptor %  M SD 
3. Lesson preparation  95 4.47 0.60
7. Implementation of lesson  95 4.29 0.57
16. Hands-on lessons for learning 95 4.29 0.57
4. Appropriate educational challenges 95 4.21 0.53
24. Lesson plans for teaching 92 4.34 0.63
23. Strategies for solving teaching problems 92 4.26 0.60
2. Educational syllabus language 92 4.24 0.59
15. Questioning skills for effective teaching 92 4.18 0.56
12. Lesson structure  90 4.32 0.66
26. Strategies for assessing students’ learning 90 4.13 0.58
18. Content knowledge required  84 4.11 0.65
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Indeed, 92% of the preservice teachers agreed they had developed questioning 
skills and several preservice teachers’ responses to the question “what specific evidence 
could you present to indicate that students learnt during this program?” demonstrated 
that they used questioning during their lesson for formative assessment. Examples of 
responses include “they were answering the questions asked of them” and “the 
answering of task related questions”. With regard to lesson structure, one preservice 
teacher responded, “I learnt how to construct lessons” and another stated: “This 
microteaching unit is extremely helpful for students seeking some clarification and real 
practical application of knowledge”. Most preservice teachers (90%) agreed they had 
developed strategies for assessing students’ learning and this was further evident 
through observation and questioning students. Specific observations of student skill 
development in PE included “observation of how catching and passing improved 
throughout games”, “kids doing different softball passes”, “correct soccer dribbling” 
and using a “catch and throw checklist then compare”. Three preservice teachers 
explicitly indicated development of content knowledge and the flexibility in adapting 
this knowledge to student needs, for instance, “being able to modify games”. 
 These were no extended responses referring to lesson preparation, hands-on 
lessons, appropriate education challenges or strategies for solving teaching problems, 
but at least 92% of the preservice teachers agreed they had developed these pedagogical 
practices during the “Move it, use it” program (Table 3). Written responses indicated 
areas where these preservice teachers believed they could improve upon their 
pedagogical practices, particularly during the implementation phase with better 
preparation and planning. Examples of pedagogical improvements included: “better 
strategies for kids who get out”, “practise a good way to explain the activities so I’m not 
on the spot”, and “have a backup plan for lesson, i.e. rain, heat, extra students”. Several 
of the preservice teachers indicated that they would wish to make improvements to the 
lesson structure, such as “started lesson with better intro”, “more activities plans” and 
“diversify skills used”. 
4. Student behaviour  
Most of these preservice teachers perceived they had developed practices for providing 
a positive emotional climate and motivating students through the “Move it, use it” 
experience (Table 4). Unsurprisingly, classroom management skills and in particular 
behaviour management were at the forefront of the preservice teachers’ evaluations of 
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their own teaching. Ten preservice teachers commented they had developed behaviour 
management skills (87%), but an equal number claimed behaviour management was an 
area for improvement.  
Quantitative data about the preservice teachers’ perceived practices on student 
behaviour were supported by their extended written responses. To illustrate, three 
preservice teachers commented that their highest achievements were “helping students 
feel included”, “not leaving anyone out” and “seeing the students happy and engaged”. 
Furthermore, several preservice teachers stated they had developed skills in 
understanding and patience, both of which fostered a positive emotional climate. The 
mention of motivating and engaging “a student with hearing difficulties” and “a student 
with attention difficulties” demonstrated these preservice teachers’ were developing 
skills in inclusivity and, again, highlighted skills for providing positive emotional 
climates for differentiated learning. Seven of the preservice teachers’ highest 
achievements concerned motivating students (i.e., “getting the kids to participate”, 
“getting all kids involved”, “getting the kids excited about PE”), and a further four 
explicitly stated they had developed skills for motivating students.  
 
Item number and descriptor % M SD 
19. Positive emotional climate in the classroom 97 4.37 0.54
5. Motivate students 95 4.42 0.60
10. Effective classroom management 87 4.24 0.68
 
Table 4 Student behaviour 
5. Feedback to students 
A shown in Table 5, 90% of the preservice teachers agreed they had developed skills for 
monitoring students’ activities, including providing feedback to the students. However, 
there was no supporting evidence that these preservice teachers provided feedback to 
students in the responses to the extended questionnaire. The “Move it, use it” program 
was the first teaching experience for these first-year preservice teachers and the lack of 
evidence regarding feedback demonstrated the preservice teachers’ preoccupation with 
pedagogical practices and student behaviour at this early stage in their teaching 
development. It would be more likely for preservice teachers to provide oral feedback 
than written feedback in an outdoor, hands-on subject such as PE (87% oral, 76% 
written, Table 5). Due to unseasonal inclement teaching conditions, the “Move it, use it” 
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program had to be delayed for three weeks, meaning students were unable to provide 
written feedback due to the end of semester university requirements. 
Table 5 Feedback to students 
Item number and descriptor % M SD 
27. Monitor students’ activities with feedback 90 4.00 0.84
13. Provide oral feedback to students 87 4.13 0.62
17. Provide written feedback to students 76 3.95 0.66
 
6. Reflection on practice  
Finally, 97% of the preservice teachers perceived they had developed reflective 
practices with 90% indicating skills in evaluating teaching practices (Table 6). Evidence 
of evaluation and reflection on their teaching was heavily evident in the majority of the 
preservice teachers’ extended written responses. To respond to the question, “how could 
you improve upon your teaching of this program?”, preservice teachers had to reflect on 
their teaching by evaluating the experience in relation to the desired outcomes and, 
subsequently, consider alternative approaches to determine how to improve their 
practice. There was also an indication of reflecting-in-practice (see Schön, 1983), where 
one preservice teacher wanted to “reflect while I am teaching to keep in mind my 
purpose of my lesson”. 
 
Table 6 Reflection on practice  
Item number and descriptor % M SD 
20. Reflective practices for improving teaching 97 4.32 0.53
25. New viewpoints 92 4.34 0.63
11. Evaluate teaching practices 90 4.13 0.58
 
Most preservice teachers perceived they had developed new viewpoints for 
teaching through the “Move it, use it” program (92%, Table 6). For instance, one 
preservice teacher claimed better “understandings of the way children learn and 
behave”. Others realised “teaching can be difficult if you’re not prepared” and valued 
the program because “it gives them perspective of what it is like to be a teacher”. 
Additionally, primary students also provided new viewpoints in the way they responded 
to this program, as the preservice teachers were required to consider the PE lesson from 
the students’ perspectives. Several preservice teachers asked for and received feedback 
directly from the students they taught, either in oral or written format, others observed 
the students’ PE engagement, enthusiasm and emotions as evidence.  
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Together the survey results and extended questionnaire responses demonstrate 
that, on the whole, the authentic learning experience provided by the “Move it, use it” 
program enabled the preservice teachers to develop teaching skills in the six identified 
areas (i.e., personal-professional, system requirements, teaching practices, student 
behaviour, feedback to students, and reflection on practice). Many preservice teachers 
explicitly stated the value of the program, with comment such as “it was great to have a 
practical opportunity in the first year” and “I enjoyed it, it was a shock but a good one to 
have”. Suggestions for improvements to the program included multiple teaching 
opportunities, reflection time between teaching episodes, better knowledge of the 
primary students, and longer time with one class.  
Conclusion 
This study set out to understand preservice teachers’ perceptions of their 
developing for learning how to teach physical education through a school-based 
teaching program. Evaluation data collected from the participants confirmed the high 
value they placed on real-world learning experiences. For several preservice teachers, 
their highest achievement was “working with kids in a school setting” and “interacting 
with real students”. More general comments stated that the program “gives good real-
life teaching” and “allowed us an opportunity to work one-on-one with students”. For 
some preservice teachers their first opportunity to teach students as a preservice teacher 
reaffirmed their career choices and for one it brought to light the need to make a career 
change. The survey results and extended questionnaire responses demonstrated that 
through planning, implementing, and reflecting on their PE lessons implemented in a 
real-world setting enabled these preservice teachers to develop PE teaching skills that 
motivate primary students. The results demonstrated that such an opportunity appeared 
to enhance their curriculum knowledge, organisational and behavioural management 
techniques, and advance pedagogical knowledge, assessment and reflectivity.   
The six broad categories or constructs (i.e., personal-professional skills 
development, addressing system requirements, pedagogical practices, managing student 
behaviour, providing feedback to students, and reflecting on practice) also presented a 
way to gather data on the preservice teachers’ development. Written responses also 
showed areas that required further university-school collaboration. The “Move it, use it” 
program benefitted all stakeholders with preservice teachers gaining opportunities to 
teach PE and reflect upon their experiences while the primary school students were 
provided with lessons that promoted physical activity delivered by enthusiastic 
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facilitators. The implementation of authentic school-based experiences into educational 
coursework serves to heighten first-year preservice teachers’ development in lesson 
planning, implementation and reflection and allows preservice teacher educators to 
facilitate experiences and authentic connections in school settings. 
This study has shown that preservice teachers may develop self efficacy and 
motivation for teaching PE when provided with adequate scaffolding. Indeed, tackling 
the obesity epidemic will require confident and well-educated PE teachers to educate 
primary students at their vulnerable stages for adopting healthy lifestyles. Preservice 
teachers need to be confident to effectively and appropriately promote physical activity, 
with the potential to change perceptions and develop life-long exercise habits in 
children. Thus, strong university-school partnerships are required as an efficient and 
cost-effective way to commence reversing obesity trends and infuse system reform 
through preservice teacher development. Preservice teachers are in their formative 
stages of becoming practitioners, and tertiary programs that can influence the uptake of 
teaching PE effectively may have a significant influence on decreasing this epidemic.  
 
Acknowledgements: This work was conducted within the Teacher Education Done Differently (TEDD) 
project funded by the Australian Government Department of Education, Employment and Workplace 
Relations (DEEWR). Any opinions, findings, and conclusions or recommendations expressed in this paper 
are those of the authors and do not necessarily reflect the views of the DEEWR. We would like to 
acknowledge Jenelle Edser (Project Officer) for her involvement in this work. 
 
Notes on contributors 
Craig Daly is a senior lecturer in pedagogy and the academic course coordinator in charge of pre-service 
HPE teacher education in the School of Human Movement Studies at Queensland University of 
Technology (QUT) in Brisbane, Australia. 
 
Peter Hudson, Suzanne Hudson and Michelle Murray are part of the management structure of the 
Teaching Education Done Differently team (TEDD), located at the Caboolture campus of Queensland 
University of technology (QUT). 
 
 
 
232 
 
References 
Amobi, F. A., & Irwin, L. (2009). Implementing on-campus microteaching to elicit 
preservice teachers' reflection on teaching actions: Fresh perspective on an 
established practice. Journal of the Scholarship of Teaching and Learning, 9(1), 
27-34.  
Australian Institute of Health and Welfare (2004). Risk factor monitoring: A rising 
epidemic: obesity in Australian children and adolescents. Retrieved 6 March, 
2011, from 
http://www.aihw.gov.au/WorkArea/DownloadAsset.aspx?id=6442471181&libI
D=6442471162 
Belcher, B. R., Berrigan, D., Dodd, K. W., Emken, B. A., Chou, C-P., & Spruijt-Metz, 
D. (2010) Physical activity in US youth: Effect of race/ethnicity, age, gender, 
and weight status. Medicine & Science in Sports & Exercise, 42(12), 2211-2221. 
Bradley, D., Noonan, P., Nugent, H., & Scales, B. (2008). Review of Australian higher 
education: Final report. Canberra: Australian Government. 
Borthwick, B. C., Stirling, T., Nauman, A. D. & Cook, D. L. (2003). Achieving 
successful school-university collaboration. Urban Education, 38(3), 330-371.  
Burton, L., Weston, D., & Kowalski, R. (2009). Psychology. (2nd Ed.). Milton, QLD: 
Wiley & Sons. 
Centers for Disease Control and Prevention (2011). Childhood overweight and obesity. 
Retrieved 18 March, 2011, from  
http://www.cdc.gov/obesity/childhood/index.html 
Chang, M.-L. (2009). An appraisal perspective of teacher burnout: Examining the 
emotional work of teachers. Educational Psychology Review, 21(3), 193-218. 
Chow, B. C., McKenzie, T. L., & Louie, L. (2008) Children’s physical activity and 
environmental influences during elementary school physical education. Journal 
of Teaching in Physical Education, 27(1), 38-50. 
Davis, E. A. (2006). Characterizing productive reflection among preservice elementary 
teachers: Seeing what matters. Teaching and Teacher Education, 22, 281-301. 
Dewey, J. (1933). How we think: A restatement of the relation of reflective thinking to 
the educative process. Boston, MA: Heath. 
Fairclough, S. J., & Stratton, G. (2006). A review of physical activity levels during 
elementary school physical education. Journal of Teaching in Physical 
Education, 25(2), 239-257. 
Goc Karp, G., & Woods, M. L. (2008). Preservice teachers’ perceptions about 
assessment and its implementation. Journal of Teaching in Physical Education, 
27(3), 327-346. 
Hay, P., & Penney, D. (2009). Proposing conditions for assessment efficacy in physical 
education. European Physical Education Review, 15(3), 389-405. 
Herold, F., & Waring, M. (2009). Pre-service physical education teachers' perceptions 
of subject knowledge: Augmenting learning to teach. European Physical 
Education Review, 15(3), 337-364. 
 
 
233 
 
Hittleman, D. R., & Simon, A. J. (2006). Interpreting educational research: An 
introduction for consumers of research. Upper Saddle River, NJ: Prentice-Hall. 
Hudson, P., & Ginns, I. (2007). Developing an instrument to examine preservice 
teachers’ pedagogical development. Journal of Science Teacher Education, 18, 
885-899. 
Kline, T. J. B. (2005). Psychological testing: A practical approach to design and 
evaluation. Thousand Oaks, CA: Sage Publications. 
Martin, J. J., Mccaughtry, N., Hodges-Kulinna, P., & Cothran, D. (2008). The 
influences of professional development on teachers' self-efficacy toward 
educational change. Physical Education & Sport Pedagogy, 13(2), 171-190. 
Martínez-López, E., Zagalaz Sánchez, M., Ramos-Álvarez, M., & Torre-Cruz, M. 
(2010). Self-efficacy expectations in teacher trainees and the perceived role of 
schools and their physical education department in the educational treatment of 
overweight students. European Physical Education Review, 16(3), 251-266. 
Morgan, P., & Bourke, S. (2008). Non-specialist teachers’ confidence to teach PE: the 
nature and influence of personal school experiences in PE. Physical Education 
and Sport Pedagogy, 13(1), 1–29. 
National Obesity Taskforce (Australia), & Australian Department of Health and Ageing 
(2008). Healthy weight 2008: Australia's future: The national agenda for 
children and young people and their families. Canberra: National Obesity 
Taskforce Secretariat, Dept. of Health and Ageing. 
Nelson, B. (2002). Quality teaching a national priority. Australian Government Media 
Centre. Retrieved 22 January, 2010, from 
www.dest.gov.au/ministers/nelson/apr02/n42_040402.htm 
Petrie, K. (2010). Creating confident, motivated teachers of physical education in 
primary schools. European Physical Education Review, 16(1), 47-64. 
Schön, D. A. (1983). Reflective practitioner: How professionals think in action. New 
York: Basic Books. 
The NHS Information Centre (2010). Statistics on obesity, physical activity and diet: 
England, 2010. Retrieved 17 March, 2011, from  
http://www.ic.nhs.uk/statistics-and-data-collections/health-and-
lifestyles/obesity/statistics-on-obesity-physical-activity-and-diet-england-2010 
Tsangaridou, N. (2008). Trainee primary teachers' beliefs and practices about physical 
education during student teaching. Physical Education & Sport Pedagogy, 13(2), 
131-152. 
Unal, Z., & Unal, A. (2009). Comparing beginning and experienced teachers' 
perceptions of classroom management beliefs and practices in elementary 
schools in Turkey. The Educational Forum, 73(3), 256-270. 
van Halen-Faber, C. (1997). Encouraging critical reflection in preservice teacher 
education: a narrative of a personal learning journey. New Directions for Adult 
and Continuing Education, 74, 51-60. 
Ward, J. R., & McCotter, S. S. (2004). Reflection as a visible outcome for preservice 
teachers. Teaching and Teacher Education, 20, 243-257. 
 
 
234 
 
Webster, C., Monsma, E., & Erwin, H. (2010). The role of biographical characteristics 
in preservice classroom teachers’ school physical activity promotion attitudes. 
Journal of Teaching in Physical Education, 29(4), 358-377. 
World Health Organisation (2003). Global Strategy on Diet, Physical Activity and 
Health. Geneva, Switzerland: WHO Press. 
World Health Organisation (2010). Global recommendations on physical activity for 
health. Geneva, Switzerland: WHO Press. 
World Health Organisation (2011). Childhood overweight and obesity. Retrieved 18 
March, 2011, from http://www.who.int/dietphysicalactivity/childhood/en/ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
